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FROM THE EDITOR 
The Eastern Education Journal is proud to be part 
of the University's centennial celebration! In this spirit, 
both the Spring and the Fall 1995 issues of the journal 
are dedicated to the continuous promulgation of 
research, as well as the creative expression of individ-
uals who have been touched by their experiences at 
Eastern Illinois University. Whether it be teaching, 
research, or service, the Eastern Education Journal 
applauds all who have sought and attained excellence 
in these fields. 
When we review everyday events, we generally 
tend to see the forest, but pay little attention to the 
trees. This does not imply that we're undiscerning or 
unattentive or insensitive. It merely means that our 
main focus is so driven that we only focus on immedi-
ate outcomes and not on long range effects. Only after 
a relative period of time do we become aware of the 
small saplings, the new growths, the buds, and the 
flowers we initially had missed. In the College of 
Education and Professional Studies, we strive to put 
both the forest and the trees into simultaneous per-
spective. During this centennial celebration, we com-
mend the faculty, staff, and administration for their 
involvement in helping every sapling to grow, all buds 
to open, each flower to bloom, and every possible tree 
to become part of the forest - the teaching profession. 
With each new year, we are more and more proud 
of the progress and accomplishments of our gradu-
ates. How did our mission begin? What were our 
goals? Who did we serve? What changes have 
occurred over 100 years? Perhaps a bit of history 
would prove to be interesting. 
In 1887, the state of Illinois had only two normal 
schools (located in Normal and Carbondale), while 
other states had three to five. During the next eight 
years, a number of groups and associations demand-
ed that Illinois be granted the opportunity to organize 
at least two more state normal schools. In 1895, 
Charleston, Illinois was cited as the home for the new 
Eastern Illinois State Normal School by the state of 
Illinois. The purpose of the school was to "qualify 
teachers for the common schools of this State by 
imparting instruction in the art of teaching in all 
branches of study which pertain to a common school 
education, in the elements of the natural and the phys-
ical sciences, in the fundamental laws of the United 
States and of the State of Illinois, in regard to the rights 
and duties of citizens." As a result of the Act of May 22, 
1895, the cornerstone of the Main building was laid on 
May 27, 1896 and with completion of the Main build-
ing, Eastern Illinois State Normal School was dedicat-
ed on August 29, 1899. 
Since 1899 to the present, Eastern Illinois 
University has been committed to excellence in teach-
ing, research, and service. Accomplishments of facul-
ty and staff have been enviable and learning opportu-
nities for students have always been "state-of-the-art." 
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For example, the Eastern Normal School Training 
School of the 1890's emphasized holistic education, 
parental involvement, and continuing professional 
growth for both on and off-campus students. The same 
holds true today. 
Eastern's history has been richly recorded by var-
ious groups. For example, in 197 4, the Diamond 
Jubilee Committee honored 75 years of education, 
research, and service at Eastern Illinois University 
(1899-1974). In the words of Gilbert Fite (EIU 
President), the Committee's purpose was "to recog-
nize the past achievements of Eastern and its thou-
sands of graduates, call attention to the current 
accomplishments of the university, and to point to a 
future of even greater service to higher education in 
this state and the nation." In doing so, the committee 
created a recording consisting of dialogue from 
Livingston C. Lord, Robert G. Buzzard, Quincy V. 
Doudna, and Gilbert Fite, Eastern University 
Presidents, as well as conversations with Dr. Elizabeth 
Michael and Dr. Glen Seymour, two of Eastern's emer-
itus faculty. Further, the recording included presenta-
tion by a number of EIU 's musical groups, including 
the Symphonic Wind Ensemble, the Symphony 
Orchestra, the Choir, and the Jazz Band. 
The Diamond Jubilee Committee consisted of 
Kenneth Hesler (Chair), William Clark, Joseph 
Connelly, Dale Downs, Robert Hare, Stanley Harvey, 
James Johnson, Tom Katsimpalis, Patrick Lenihan, 
David Maurer, Frances Pollard, Marian Shuff, Mary 
Ruth Swope, Donald Vogel, Robert Waddell, and 
Roger Whitlow. Master tapes of the recording were 
made on the campus of Eastern Illinois University and 
musical selections were taped on location during live 
performances in the University's Fine Arts Center. 
Jack Rang served as narrator and announcer, while 
Earl Christman and Mike McHugh functioned as audio 
and editorial engineers. 
This record was produced in the belief that it 
would be of interest to "those alumni of all ages who 
share a common pride in their alma mater." Clearly, 
this bit of history is worth obtaining and keeping. 
As we reflect upon the past, we cannot help but 
examine the present and anticipate the future. From its 
inception, Eastern was the hub of teacher education -
its roots are deep and far reaching. Throughout its his-
tory, the College of Education and Professional 
Studies has been on the "cutting edge." Undeniably, 
the Laboratory School gave rise to novel concepts, 
unique classroom arrangements, and diverse teaching 
and learning experiences. Today, the "Lab School" 
image continues to thrive as university faculty integrate 
the curriculum, exhibit interdisciplinary instruction, uti-
lize alternative forms of assessment, and validate the 
"theory to practice" premise. The future is exceptional-
ly bright for the College of Education and Professional 
Studies is embarking upon another new venture - the 
creation of Professional Development Schools. The 
pattern is clear - yesterday's foundation, incorporated 
in today's climate, paves the way for tomorrow's suc-
cess. We continue to expand, improve, and change in 
order to best meet the needs of our students. Every 
In This Issue ... 
The Spring 1995 issue has two purposes. First, 
as a professional journal, it examines critical con-
cerns in education. And second, as a forum for per-
sonal expression , it celebrates Eastern Illinois 
University's centennial. 
Part One of this issue deals with school 
improvement, multicultural course offerings, profi-
ciency testing, and moral education. In the lead arti-
cle, "Marketing School Improvement: Selling the 
Middle School to Key Stakeholders," Randy Dunn 
investigates the history of change in the middle 
schools and tenders a plan relevant to the needs of 
staff, students, parents, and community. The next 
article, "Multicultural Education Courses or Field 
Experience: Do They Enhance Cultural Sensitivity?" 
by Thomas Deering and Annette Stanutz, seeks to 
discover how teacher education programs can 
enhance pre-service teachers' cultural responsive-
ness. Phillip Messner and Julie Fisher then explore 
the relationship between tests, number of attempts, 
and subsequent dispositions toward teaching and 
schooling in "Effect of Proficiency Test Attempts on 
Student Attitudes." Further, Robert Craig, in 
"Teaching Morality," provides a historical and philo-
sophical dialogue about teaching ethics, conscious-
ness, and values. 
day, we admire the forest - our roots. Every day, we 
examine new saplings - their growth. Every day, we 
focus on small buds - their development. Our past is 
bounteous, our present is stable, and our future is rich. 
Part Two is dedicated to celebrating Eastern's 
Centennial. In this section, contributors include: 
Robert N. Barger, H.T. Whitehurst, Marian S. Shuff, 
William B. Thiel, Dale D. Downs, and Robert V. Shuff. 
Many thanks to Richard and Mary White for provid-
ing copies of photographs appearing in the July 1, 
1929 issue of The Teachers College Bulletin, pub-
lished by Eastern Illinois State Teachers College at 
Charleston. 
The Eastern Education Journal commends EIU 
for a century of greatness. In commemoration, the 
Fall 1995 issue will also include reminiscences sub-
mitted by individuals from various walks of life who, 
among other things, have one major thing in com-
mon - Eastern Illinois University! Deadline for Fall 
1995 issue "EIU experience" articles is 30 
September 1995. 
In addition, the Eastern Education Journal 
encourages readers to contribute articles dealing 
with about current issues in education or original 
points of view. We invite you to submit manuscripts 
in connection with an upcoming themed issue -
"Educational Leadership." In addition, we encourage 
your thoughts and reflections for the "Readers' 
Comments" column. As always, we are dedicated to 
teaching, research, and service. 
Welco,ne, Ron Leathers! 
The Eastern Education Journal welcomes Ron 
Leathers as Acting Dean of the College of Educa-
tion and Professional Studies! 
For many years, Ron Leathers has provided 
exceptional direction as Assistant Dean of the 
College of Education and Professional Studies. 
Further, Ron has admirably served as editor of the 
Eastern Education Journal for a number of years by 
continuously encouraging professionals in the field 
of education to publish their research and personal 
points of view regarding various issues. In addition, 
as a member of the journal's Editorial Board, Ron 
has consistently provided a great deal of guidance 
and professional expertise 
Ron Leathers is the Director of the Center for 
Educational Studies, as well as the certification offi-
cer for EIU's teacher education programs. He is also 
highly involved with the College of Education and 
Professional Studies' new initiative - Professional 
Development Schools. 
Ron is past president of the Illinois Association 
of Colleges of Teacher Education and board mem-
ber of the Educational Service Center #15. In his 
spare time, he enjoys woodworking as a hobby and 
is considerably active in the Coles County Barber-
shop music group, receiving numerous awards for 
musical presentations. Ron's daughter teaches 
English at Southern Illinois University and his son is 
involved with military service in Kentucky. 
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Marketing School Improvement: 
Selling the Middle School to 
Key Stakeholders 
Randy J. Dunn 
Over the past twenty years, the middle school 
model has been forwarded as the preferred one for the 
delivery of instruction to intermediate level students. 
The true middle school is separate and distinct in 
many respects from the typical junior high school and 
often emphasizes these key practices: (a) interdiscipli-
nary team organization and flexible scheduling, (b) 
advisory programs and direct guidance activities, (c) 
exploratory courses, and (d) teachers trained in work-
ing with early adolescents (George, Stevenson , 
Thomason, & Beane, 1992). 
Given these special characteristics, it is obvious 
that the process of converting from a junior high to a 
middle school places a high demand upon resources. 
Block scheduling, team teaching, and an expanded 
guidance program require additional personnel 
resources. New mini-courses will likely command new 
instructional materials and technology. Reinventing the 
subject-oriented junior high staff into teachers who 
focus on the needs of the whole adolescent takes staff 
development support. 
Besides the resource demands, the unique nature 
of the middle school may create concerns for parents 
as well. Recently, the Memphis (TN) City Schools 
rejected a proposal for converting four junior high 
schools into middle schools after a parade of parents 
protested the initiative at a board meeting. Concerns 
cited included whether the benefits of the middle 
school concept could be achieved without changing 
grade structures, the cost of the proposal, and uncer-
tainty about the impact on neighborhood schools. 
These financial and political constraints illustrate 
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Randy J. Dunn is Assistant Profes-
sor in the Department of Leadership, 
College of Education at the University of 
Memphis (formerly Memphis State 
University). He is a former building prin-
cipal and superintendent of schools in 
Illinois. His research interests include 
school governance, educational labor 
relations, and school finance. 
the problems commonly associated with transforming 
junior highs into middle schools. A thoughtful market-
ing plan, however, can generate support for the middle 
school concept and the educational improvement such 
as approach can offer. 
Marketing, simply stated, seeks to deliver goods 
and services to match human desires and needs. 
Lane (1986) reports that most marketing models follow 
a decisional framework to recognize problems, formu-
late alternative courses of action, and implement these 
courses of action. If a marketing strategy can be cre-
ated to show the middle school as the optimal 
response to the educational and developmental prob-
lems of your adolescents, marketing may be central to 
the successful adoption of the middle school approach 
in many districts. 
Marketing Plans in Schools 
Most marketing programs in public schools share 
some common elements. Jones (1985) states that the 
following steps should be included in any school mar-
keting plan: 
• Involve the public in ongoing discussions about 
education. 
• Discussion with the public should focus on the 
goals for public education. 
• Discussions, at all levels, must clarify the costs 
of educational programs that implement the agreed-
upon goals, and identify the sources of funding. 
• Mechanisms should be established through 
which education profession can share information with 
the public on a regular basis. 
If the middle school is the best possible "product" 
to meet the changing needs of early adolescent stu-
dents, that message must be targeted to numerous 
audiences. Brooks (1982) identifies these target audi-
ences (or markets for the public schools) as individu-
als or groups with any potential or actual interest in the 
schools who can affect a school's ability to educate 
students, or whose own interests, activities, or well-
being are affected by the schools. 
While this definition of markets suggests important 
roles for staff, students, and parents as "consumers" of 
a middle school marketing effort, Hansen (1985) 
argues that because they are the "customers" that buy 
new educational programs, boards of education and 
taxpayers must also be a concern of the successful 
middle school concept marketer. Certainly, the imple-
mentation of many good educational ideas fails for one 
reason - lack of support by those who control neces-
sary resources. 
Beyond the general goals of selling the middle 
school approach and working with the defined target 
markets, a middle school marketing mix must be cre-
ated that demonstrates how the controllable variables 
of product, price, promotion, and place satisfy the 
needs of the target markets (Brooks, 1986). 
The product of a middle school organizational 
model includes those notable curricular programs and 
extracurricular experiences which the middle school 
can offer. The educational benefit of interdisciplinary 
teams, exploratory courses, the teaching of critical 
thinking and a core of common knowledge, and intra-
mural sports activities might be emphasized in this 
regard . 
The element of price is associated with the psy-
chological and scholastic expectations and payoffs 
related to the middle school approach. Along these 
lines, the common expectation of parental involvement 
in the child's middle level education would need to be 
made clear. But at the same time, norms of participa-
tion and student success resulting from that invest-
ment which are shared by successful middle schools 
should receive attention as well. 
Promotion activities take in the full range of school 
visitations and demonstrations, community presenta-
tions, print and nonprint media activities, and events 
that can be used to communicate the potential bene-
fits of the middle school approach. The importance of 
place, as one example, could be stressed by highlight-
ing the effect of flexible block scheduling on a typical 
student's day in a middle school. 
Marketing the Middle School 
The research on marketing plans for public 
schools suggests some steps that should be followed 
by a marketing committee or team in marketing the 
middle school approach to the board, staff, student, 
and parent markets. 
Creating a Vision, Mission, and Marketing Goals 
In this step, a mental picture of what the district will 
be like with a functional middle school is formulated. 
Additionally, the connection between the middle 
school model and effective educational practice 
should be made clear. The marketing concept further 
requires that school improvement goals of the market-
ing plan be defined in terms of meeting the various 
needs and concerns of the target markets. 
Prioritizing Target Markets and Conducting Research 
At this stage, a determination is made regarding 
those groups that are most likely to embrace the con-
cept of the middle school and those which will be more 
hesitant (because of resource demands, student con-
cerns, and the like) to buy into the middle school 
approach. Focus groups, questionnaires, surveys, or 
other needs assessment methods may be helpful in 
determining the perceptions of the targeted groups. An 
important consideration here, too, is which markets 
may be able to influence other, less enthused groups. 
For instance, a supportive group of middle level par-
ents may be very persuasive in dealing with a reluctant 
board of education. Market research should be based 
upon what the target audiences currently know, need 
to know, and fear in relation to a middle school pro-
gram. 
Developing Themes with Related Methods, Activities, 
and Materials 
Marketing themes will surface based upon the 
research done with the target markets. Activities and 
materials must then be developed to serve as market-
ing tools for each group to show how the middle school 
is capable of meeting adolescent students' needs, at 
the same time remaining responsive to legitimate con-
cerns about the approach that the board, staff, or par-
ents may hold. My experience with middle school pro-
grams, and that of other practitioners, indicates certain 
activities which can be proposed for each market: 
Students: 
• Explain exploratory courses and block schedul-
ing to middle level students. 
• Plan individual counseling sessions with stu-
dents. 
• Conduct promotional campaign. 
Staff: 
• Visit to middle school by individuals or a group 
of teachers for inservice. 
• Arrange panel focus group with a current middle 
school teaching staff. 
• Hold articulation meetings between elementary 
and middle level teachers. 
• Develop conversion committees for curriculum, 
student services, staff development, etc. 
Parents: 
• Create brochure for middle level parents. 
• Place articles in community newspapers and 
school newsletters, or run a cable advertise-
ment. 
• Formulate special presentations for parent orga-
nization meetings. 
Board and Community: 
• Formulate special presentations for board and 
civic organizations. 
• Tour a working middle school. 
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• Write a question-and-answer handout covering 
key issues. 
The marketing committee will also need to careful-
ly consider who should actually conduct the plan activ-
ities, as well as realistic timelines and resources to sup-
port the work at this stage. The school principal or 
superintendent, for example, may be viewed as having 
some hidden agenda (e.g. , staff reduction) in moving 
toward a middle school. 
Evaluating the Marketing Plan 
The adequacy and appropriateness of the middle 
school marketing plan for each target audience should 
be monitored on an ongoing basis, with adjustments 
being made as necessary. 
CONCLUSION 
More and more, teachers and administrators are 
recognizing that middle grade education is appropri-
ately treated as a separate level of school ing with spe-
cial student needs and demands. As such, numerous 
districts and communities are involved in making the 
transition from the traditional junior high to a middle 
school model. One thing missing from too many of 
these programs, however, is a comprehensive, system-
atic marketing plan to demonstrate how middle schools 
can be responsive to the needs of students, staff, par-
ents, and community. Those who believe in the efficacy 
of the middle school approach owe it to their adoles-
cent students to utilize a marketing plan which makes 
all constituent groups more supportive and knowledge-
able about its effects. 
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Life is rich , always changing, always challenging . . .. Arthur Erickson 
I think knowing what you cannot do is more important than knowing what you can do. Lucille Ball 
The bell never rings of itself; unless someone handles or moves it, it is dumb. Plautus 
Do what you can, with what you have, where you are. Theodore Roosevelt 
I'm a slow walker, but I never walk back. Abraham Lincoln 
A=r+p (or Adventure equals risk plus purpose) . Robert McClure 
What one has to do usually can be done. Eleanor Roosevelt 
The world is all gates, all opportunities, strings of tension waiting to be struck. Ralph Waldo Emerson 
"Mean to" don't pick no cotton. Anonymous 
One must work, nothing but work, and one must have patience. Auguste Rodin 
To achieve great things, we must live as though we were never going to die. Vanuvenargues 
Multicultural Education Courses or 
Field Experiences: Do They Enhance 
Cultural Sensitivity? 
Thomas E. Deering 
Annette G. Stanutz 
INTRODUCTION 
Thomas E. Deering is an 
Associate Professor of Educa-
tion at North Central College in 
Naperville, Illinois. He holds a 
Ph.D. in History and Philoso-
phy of Education from the 
University of Missouri-Colum-
bia. Tom is a former secondary 
social studies teacher and 
school principal. 
The call of multicultural education is not new. 
Banks (1983, 1991), Miner (1991), and Rosenman 
(1987) are just a few of the educators who stress the 
importance of multicultural education. Although valu-
able research is being conducted in the field of multi-
cultural education, we believe a fertile area for study 
has been relatively ignored. We maintain that more 
needs to be done to discover what school districts and 
teacher education programs are doing to enhance cul-
tural sensitivity among teachers, and how successful 
these attempts have been. With minority students 
comprising an increasing percentage of the nation's 
school population, the need for teachers to understand 
and to be able to work with students from diverse 
backgrounds is imperative. Preparing a teaching core 
- which is basically white and middle class - to work 
with students from culturally/ethnically diverse back-
grounds, is a challenge that teacher preparation pro-
grams can no longer neglect. 
A call for greater cultural sensitivity in teacher 
preparation programs is not simply altruistic. Research 
indicates that those teachers who are more under-
standing of and show sensitivity to the cultural back-
ground of minority students are more successful than 
those teachers who lack such understanding and sen-
sitivity. Sleeter and Grant (1986) have found that 
teachers who are unfamiliar with or insensitive to the 
needs of minority students are unconsciously making 
the learning process more difficult for these students. 
Annette G. Stanutz is an 
Assistant Professor of Educa-
tion at North Central College in 
Naperville, Illinois. She holds 
an Ed.D. from Ball State 
University in School Psychol-
ogy, Special Education, and 
Research Methodology. 
Other similar studies have shown a correlation 
between teachers' cultural sensitivity and minority stu-
dents' achievement (Banks, 1987; Cruickshank, 1986). 
A recent issue of the Kappan (September 1993) 
focused on developments in multicultural education. 
James Banks, (1993) who edited the special section in 
the Kappan, first debunks myths and misconceptions 
and then highlights accomplishments in the area of 
multicultural education. In the same issue, Garcia 
(1993) suggests that while significant positive change 
has occurred during the past forty years, ultimately, the 
question is, "who is going to control the curriculum?" 
(p. 29). Howard (1993) maintains that whites can and 
must be full and active participants in building a multi-
cultural nation. McGee Banks (1993) however, stress-
es that real change will continue only if there is a 
national will to change. Forgoing a will to change, says 
McGee Banks, is the real challenge, and it can be met 
only if those working in ethnic studies do not lose 
touch with real-world problems of people of color (Hu-
Dehart, 1993). 
Research on multicultural education has resulted 
in specific programs and recommendations. Pine and 
Hilliard (1990) maintain teacher education programs 
must train teachers to use cultural differences in the 
classroom as a tool to create an effective environment 
where all students can learn. In states such as 
California and Texas, pre-service teachers are 
required to pass a course in multicultural education, 
and Illinois now requires its teacher candidates to have 
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a pre-service teaching field experience in multicultural 
setting. Similar recommendations have been made by 
both the Carnegie (1985) and the Holmes (1986) stud-
ies. 
Not all research has been positive. McDiarmid 
(1992) has discovered that school district inservice pro-
grams have little effect on how teachers think about 
multicultural issues. In an earlier study, McDiarmid and 
Price (1990) found that the typical multicultural educa-
tion course in teacher education programs actually 
contributes to prospective teachers' stereotyping of 
minority students. 
On a more positive note, Cooper, Beare, and 
Thorman (1990) found that preservice teachers study-
ing in Minnesota who traveled to south Texas to student 
teach appeared to be more sensitive to multicultural 
issues. In a related study, Noordhoff and Kleinfeld 
(1993) describe the success of the Teachers for Alaska 
program in preparing teachers for small high school in 
remote Eskimo and Indian villages. As valuable as 
these studies might be - and we do believe they are 
valuable - both deal with self selected groups. The stu-
dents from Minnesota who student taught in south 
Texas volunteered to do so. Likewise, the Noordhoff 
and Kleinfeld research dealt with students who elected 
to participate in a program specifically designed to pre-
pare teachers to work in remote Eskimo and Indian 
schools. In both cases it is difficult, possibly impossible, 
to predict how successful these programs would be 
with students who were not willing participants. 
Building upon two decades of work concerning 
multicultural education, we are interested in trying to 
discover how teacher preparation programs can 
enhance preservice teachers' cultural sensitivity. The 
purpose of this investigation was to expand on the work 
of Larke (1990), who attempted to discover the impact 
a multicultural education course on the cultural sensi-
tivity of female elementary pre-service teachers. Our 
research questions were: 1) How culturally sensitive 
are pre-service teachers; and 2) What effect does a 
pre-student teaching field experience in a multicultural 
setting have on their cultural sensitivity? 
METHOD 
Method 
The subjects in Group One were fourteen female 
elementary pre-service teachers. All had completed at 
least two years of undergraduate work, and most had 
completed three years. Prior to participating in this 
study, the subjects had a multicultural field experience. 
Their course work did not include a multicultural edu-
cation course. Subjects in Group Two were 51 female 
elementary pre-service teachers. All subjects had com-
pleted three years of undergraduate course work and 
had taken one multicultural education course. None of 
the subjects had had a multicultural field experience. 
Procedure 
Subjects in Group One were administered the 
Cultural Diversity Awareness Inventory (Henry, 1991) 
after completing a ten-week (approximately 50 hours) 
field experience in an elementary school with a pre-
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dominantly Hispanic and African-American student 
population. The second group was administered the 
Cultural Diversity Awareness Inventory (Henry, 1985) 
after completion of a required multicultural education 
course. Percentages were used to report both the 
group responses and the changes in group responses 
to each item. 
The Cultural Diversity Awareness Inventory is a 28 
item self-administered questionnaire. The five respons-
es to the statements range from strongly agree to 
strongly disagree. The inventory administered to Group 
One was the latest edition, which has been updated 
and modified by Henry as a result of her research. As 
with the 1985 edition used by Larke, the 1991 invento-
ry was "designed to measure and individual's attitudes, 
beliefs, and behavior toward children of culturally 
diverse backgrounds" (Larke, p. 24). The 28 items 
address cultural awareness, family, communication , 
assessments, and methods and materials. We catego-
rized responses in the same general fashion as Larke 
- 1) general cultural awareness, 2) the culturally 
diverse family, 3) cross-cultural communication, 4) 
assessment, and 5) creating a multicultural environ-
ment using multicultural methods and materials. 
Limitations of Study 
We realize that there is a distinct imbalance 
between numbers of subjects in the two groups of ele-
mentary pre-service teachers (Group 1: Students with 
a multicultural experience, N=14; Group 2: Students 
with a multicultural course, N=51) This imbalance 
occurred simply because we were comparing our stu-
dents with those in Larke's study. When this study is 
taken as one in a series - we have conducted six such 
studies - a pattern emerges. 
Finally, our goal was to analyze the data by doing 
an item by item analysis. Unfortunately, Larke's raw 
data is no longer available. However, a careful reading 
of the tables will enable the reader to see a pattern in 
the responses. 
RESULTS 
In category one - Cultural Awareness - 90% of 
those who took a multicultural class and 64% of those 
with a multicultural experience agreed/strongly agreed 
that cultural differences exist between the teacher and 
the student. When asked if they identify students by 
ethnic group, 92% with only a class said they strongly 
agree/agree, while 36% of those who participated in a 
multicultural experience answered strongly agree/-
agree. When asked if they would prefer to work with 
students of their own culture, 43% of those who took a 
class and 7% of those with a multicultural experience 
said they would have such a preference. As most in the 
study would prefer to work with students from a similar 
culture, the same is true with respect to values. Most 
students who took a multicultural course do not feel 
comfortable with people who have different values than 
they do. Sixty-nine percent said they would feel uncom-
fortable working with such students. Of those who had 
a multicultural experience, only 7% indicated such dis-
comfort. Interestingly, 88% of the students who took a 
Table 1 
Cultural Awareness 
Strongly Agree Strongly Disagree Neutral 
Item Experience & Agree% & Disagree% % 
Cultural differences between the 
teacher & student Multicultural Experience 64 0 36 
Multicultural Course 90 4 6 
Identify students by ethnic groups 
Multicultural Experience 36 50 14 
Multicultural Course 92 4 4 
Prefer to work with students who 
share my culture Multicultural Experience 7 43 50 
Multicultural Course 43 22 35 
Uncomfortable with people who 
have values different from me Multicultural Experience 7 57 36 
Multicultural Course 69 12 19 
Surprised at minority participation 
in traditional non-minority school Multicultural Experience 7 79 14 
activities Multicultural Course 88 4 8 
multicultural course, but only 7% with a multicultural When asked if IEP conferences or program planning 
experience, were surprised at minority participation in should be scheduled at the parents' convenience, 82% 
traditionally non-minority school activities. with a class and 43% with a field experience strongly 
In the second category - The Culturally Diverse agreed/agreed. In question four, there was a consider-
Family - we found striking similarities and differences able difference in the responses of the two groups. 
between the two groups. The multicultural class versus While 84% of those with a class believed family views 
the field experience had virtually no impact on the first of school and society should be included in program 
question. Seventy-six percent and 79% respectively planning, only 57% with a field experience held this 
strongly agreed/agreed that teachers should establish opinion. As with question four, in question five there 
parent interactions outside school activities. A little was a noticeable difference between the two groups. 
greater difference was found on question two. Ninety Thirty-four percent of those from Group Two thought 
percent with a class and 79% with a field experience they would experience frustration in conferencing with 
strongly agreed/agreed that it is necessary to include parents of a different culture, but after their field expe-
parent input in conferences or program planning. rience only 7% of those from Group One strongly 
Table 2 
The Cultural Diverse Family 
Strongly Agree 
Item Experience & Agree% 
Teachers should establish parent 
interactions outside school activities 
Necessary to include parent input 
in program planning 









planning at parent convenience Multicultural Experience 43 
Multicultural Course 82 
Should include family view of school & 
society in school program planning Multicultural Experience 57 
Multicultural Course 84 
Experience frustrations in conferences 
with parents of different cultures Multicultural Experience 7 
Parents know little about assessing 
their own children 
During initial meetings, teachers 
should ask families their preference 
for ethnic identification 









Strongly Disagree Neutral 
















agreed/agreed with that question. In question six, 69% 
who took a class and 21 % who had a field experience 
thought parents could assess their own child . In 
responding to question number seven, 45% of those 
with a class and 21 % with a multicultural field experi-
ence strongly agreed/agreed that during initial meet-
ings, teachers should ask families their preference for 
ethnic identification. 
Under the third category heading cross Cultural 
Communication, in Group Two - those with a multicul-
tural class - 45% thought they would be uncomfortable 
with people who speak non-standard English. Of those 
in Group One - those with a multicultural field experi-
ence - 21 % felt uncomfortable with people who speak 
non-standard English. On question two, 49% in Group 
Two and 29% in Group One thought a student's spoken 
language should be corrected by modeling without 
explanation. When asked if non-standard English 
should sometimes be accepted, 10% with a class said 
it should be, while 64% with a multicultural field experi-
ence thought a teacher should sometimes accept non-
standard English. In responding to the statement that 
the regular curriculum should include ESL for non-
English speaking children , 90% with the course and 
86% with the field experience strongly agreed/agreed. 
Table 3 
Cross Cultural Communication 
Strongly Agree Strongly Disagree Neutral 
Item Experience & Agree% & Disagree % % 
Uncomfortable with people who speak 
non-standard English Multicultural Experience 21 50 29 
Multicultural Course 45 24 31 
Students' spoken language should be 
corrected by modeling without Multicultural Experience 29 43 28 
explanation Multicultural Course 49 24 27 
Sometimes non-standard English 
should be accepted Multicultural Experience 64 0 36 
Multicultural Course 10 78 12 
Regular curriculum should include 
ESL for non-English Speaking Multicultural Experience 86 7 7 
children Multicultural Course 
Assessment is the heading of the fourth category. 
The responses from the "course only" group showed 
that 67% believed students should be referred for test-
ing if learning difficulties appear to be the result of cul-
tural or language differences. The responses from the 
multicultural experience group showed that 29% 
thought students exhibiting such difficulties should be 
tested. When asked if adaptations in standardized 
assessment are questionable since it alters reliability 
and validity, 32% who took a multicultural course and 
21 % of those who had a multicultural field experience 
strongly agreed/agreed. The results indicated that 69% 
90 4 6 
of Group One and 7% in Group Two thought standard-
ized or intelligence tests should be in the child's domi-
nant language. 
The final category is Creating a Multicultural 
Environment Using Multicultural Methods and 
Materials. On the first question - teachers should 
accept the use of ethnic jokes/phrases by children , 
76% of those in Group Two and 0% in Group One - not 
one student who had a multicultural field experience -
strongly agreed/agreed. In Group Two, 47% said teach-
ers should sometimes ignore racial statements, while 
29% in Group One strongly agreed/agreed. Question 
Table 4 
Assessment 
Strongly Agree Strongly Disagree Neutral 
Item Experience & Agree% & Disagree % % 
Students should be referred for testing 
if learning difficulties appear to be Multicultural Experience 29 29 42 
cultural or language differences Multicultural Course 67 16 17 
Adaptations in standardized assessments 
are questionable since it alters Multicultural Experience 21 21 58 
reliability and validity Multicultural Course 32 44 24 
Give standardized or intelligence tests 
in child's dominant language Multicultural Experience 7 43 50 
Multicultural Course 69 27 4 
10 
three is that the solution to communication problems of 
certain ethnic groups is the child's own responsibility. 
While 0% in the "course only" group strongly 
agreed/agreed, 7% in Group One did. When asked if 
teachers should provide opportunities for children to 
share cultural differences, 98% in Group Two and 79% 
in Group One strongly agreed/agreed. Interestingly, 
84% from Group Two, but only 57% from Group One 
thought teachers should make program adaptation to 
accommodate diversity. When asked in question six if 
displays and materials should reflect at least three cul-
tural groups, 69% with a multicultural course said they 
should , while only 29% of those with a multicultural 
field experience thought three cultural groups should 
be reflected in such material. There was virtually no dif-
ference in the strongly agree/agree responses to ques-
tion seven - student job assignments should rotate reg-
ularly and equally. The responses from Group Two 
showed that 88% said they should while in Group One 
93% strongly agreed/agreed. Finally, on the students' 
response to the statement, "cultural knowledge should 
affect teacher expectation ," 39% of the "course only" 
group and 21 % of the field experience group strongly 
agreed/agreed. 
Table 5 
Creating a Multicultural Environment Using Multicultural Methods and Materials 
Strongly Agree Strongly Disagree Neutral 
Item Experience & Agree% & Disagree % % 
Accept the use of ethnic jokes/phrases 
by children Multicultural Experience 0 93 7 
Multicultural Course 76 16 8 
Sometimes ignore racial statements 
Multicultural Experience 29 50 21 
Multicultural Course 47 41 12 
Solution to communication problems 
of certain ethnic groups is child's Multicultural Experience 7 71 22 
own responsibility Multicultural Course 0 98 2 
Teachers should provide opportunities 
for children to share cultural Multicultural Experience 79 14 7 
differences Multicultural Course 98 0 2 
Teachers should make program 
adaptation to accommodate Multicultural Experience 57 7 36 
diversity Multicultural Course 84 6 10 
Displays and materials should reflect 
at least three cultural groups Multicultural Experience 29 7 64 
Multicultural Course 69 2 29 
Student job assignments should 
rotate regularly and equally in job Multicultural Experience 93 0 7 
assignments Multicultural Course 88 2 10 
Cultural knowledge should affect 
teacher expectation Multicultural Experience 21 43 36 
Multicultural Course 
IMPLICATIONS 
The results of our research can be viewed in at 
least two ways - an analysis as to the effect a multicul-
tural field experience had on pre-service teachers' cul-
tural sensitivity, or an analysis of the difference in cul-
tural sensitivity between those who took a course in 
multicultural education and those who completed a 
field experience in a multicultural setting. The most sig-
nificant difference was between those who had a multi-
cultural education course and those who had a field 
experience. On virtually every statement, those who 
had a multicultural field experience demonstrated 
greater cultural sensitivity than those who took a 
course in multicultural education. Such a finding does 
not come as a surprise. There is a belief that generally 
39 49 12 
one learns more by working in the field than by reading 
about what to do in the field . What did come as a sur-
prise is the significant differences in some of the 
responses. 
In category one - Cultural Awareness - questions 
three, four and five illustrate the positive effect a multi-
cultural experience had on students compared with the 
effect a multicultural course had on students. On each 
of those statements those with a multicultural field 
experience demonstrated a much greater knowledge 
about, understanding of, and sensitivity to students 
from culturally diverse backgrounds. Significant differ-
ences are evident in each of the five categories. 
While our research indicates that field experience 
in a multicultural setting has a greater positive effect on 
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pre-service teachers than does a course on multicul-
tural education, the results were not entirely encourag-
ing. While only 29% of those with field experience felt 
that racial statements should sometimes be ignored, 
an equal percentage said students should be referred 
for testing if learning differences appear to be cultural 
or language differences. This indicates that much work 
still lies ahead, and only some of it can be accom-
plished in a field experience. 
Larke found in her research that one course in mul-
ticultural education did not have a significant effect on 
the cultural sensitivity of pre-service teachers . 
Unfortunately, like Larke's findings, our results indicate 
that a field experience in a multicultural setting had less 
impact on the cultural sensitivity of our students than 
we anticipated. Taken together, Larke's research and 
ours shows that much more needs to be done to raise 
teachers' cultural sensitivity. Teachers must be more 
comfortable working with minority students and par-
ents. While a course in multicultural education and a 
field experience in a multicultural setting are not the 
total solution, they are steps in the right direction. 
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Several distance learning classrooms have 
been established at Eastern Illinois University. 
Additional classrooms are targeted for the Buzzard 
Building. Contact Pat Fewell at 217-581-3823 for 
more information. 
Renovation of the Buzzard Building, home of 
the College of Education and Professional Studies, 
is scheduled to begin during the Spring 1995 se-
mester. 
Effect of Proficiency Test Attempts on 
Student Attitudes 
Julie Tefft Fisher 
Phillip E. Messner 
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Julie Tefft Fisher is a high 
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1993. 
Student proficiency tests have been used by many 
states as the centerpiece of their school accountabili-
ty and reform process. The State of Ohio has required 
ninth grade students to take a basic skills proficiency 
test since 1990. All Ohio public school students must 
demonstrate proficiency in four basic skill areas (math-
ematics, citizenship, writing, and reading) as part of 
their graduation requirements. 
Although lawmakers tend to agree that school 
accountability is a desirable objective, very little atten-
tion has been given to the effects of test failure on stu-
dent behaviors. The more attempts a student has, the 
more times the student has experienced failure. This 
study investigated student attitudes and behaviors 
toward Ohio mathematics proficiency testing. The 
study investigated the relationship between the num-
ber of times a student had attempted the Ohio profi-
ciency test and student attitudes toward teaching, 
schooling, and mathematics. 
School Reform in Ohio 
Ten years ago, the National Commission on 
Excellence in Education published a scathing report 
that documented the decline of basic skills among 
American high school graduates. This landmark 
report, titled A Nation at Risk (1983), predicted that the 
United States could face a "rising tide of mediocrity" in 
K-12 education (Newsweek, 1993). Former President 
Bush and President Clinton have used educational 
reform as a major campaign issue. 
Phillip E. Messner is professor of 
educational leadership in the College of 
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since 1989. He is also the managing edi-
tor of Record in Educational Leadership. 
He holds a BS in education from North-
west Missouri State University, an MS in 
science teaching from Wisconsin State 
University, and a Ed.D. in higher and 
adult education from the University of 
Missouri at Columbia. He has served as 
a public school teacher, university pro-
fessor, and university administrator. Dr. 
Messner's interest include research and 
program evaluation. He has been the 
principal investigator on numerous feder-
al and state grants. Currently, he teaches 
graduate level educational research and 
statistics. 
Public reaction to the report created an environ-
ment for change. In many cases, federal, state and 
local reformers acted under the assumption that 
change, any change, was better than the status quo. 
Reform fever led many states to implement state man-
dated proficiency testing. In Ohio, a proficiency testing 
program was established with the passage of 
Substitute House Bill 231 (July, 1987). This legislation 
laid the groundwork for a proficiency testing program 
in public schools for all Ohio ninth grade students. 
Students must pass all four sections of the ninth grade 
proficiency test (writing, reading, mathematics, and cit-
izenship) in order to receive a high school diploma. 
Official testing began in the fall of 1990. The graduat-
ing class of 1994 will be the first class to face the full 
impact of this graduation requirement. By the end of 
the 1992-93 school year, an estimated 15% of all 
juniors in the State of Ohio had not yet passed all four 
required sections of the proficiency test. 
The public continues to demand accountability 
from our school systems to ensure that their tax dol-
lars are being spent wisely. Proficiency testing is one 
method by which school systems and students can 
show that they are accountable. The passage of Ohio 
Senate Bill 140 (1989) established criteria to label 
schools and school systems as excellent or deficient 
based on student proficiency test scores. SB 140 gave 
the State legislature authority to punish deficient 
schools and reward excellent schools (Hales, 1991 ). 
The State can now terminate teacher and administra-
tor contracts in deficient schools, or even take over the 
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administration of a school district. On the other hand, 
incentives were made available for schools that 
received a rating of excellent in the form of "waivers" 
from State regulation . 
Impact of Proficiency Testing on Curriculum 
Because proficiency testing is relatively new, 
research on the topic is just beginning to surface. The 
benefit of testing in general, though, has long been 
debated. The National Center of Fair and Open Testing 
(Fair Test) states in their Guide to Testing Reform that 
testing penalizes imagination and higher order thinking 
skills. There are some students who did not do well on 
multiple choice tests, because they don't think the way 
test creators want them to think (Neill and Medina, 
1989). In fact, just the thought of taking a test makes 
other students nervous or physically sick. How can any 
test, therefore, reflect a student's true ability? 
State Senator Eugene Watts, A-Columbus, known 
as the "Father of the Ohio Proficiency Tests," states that 
the purpose of proficiency testing (also known as high-
stakes testing) is to cause educators to improve cur-
riculum, mentoring, and tutorial programs (Willard, 
1993). However, Worthen and Spandel (1991) maintain 
that it is illogical for tests to drive the curriculum. Neill 
(1992) holds that education is not improved by profi-
ciency testing; instead, a vicious circle is created. 
Students are coached for the test and test scores 
improve. Schools are then rated by test results and the 
media reports school ratings. In an interview (Brandt, 
1989), George Madaus, Director of the Center of the 
Study of Testing, Evaluation, and Educational Policy, 
echoed these concerns. He reports that when conse-
quences or rewards are attached to test results, the 
testing process becomes corrupt. Educators find a way 
to improve their systems' test scores, but student skill 
levels do not necessarily improve. Testing simply 
becomes the curriculum. 
On the other side of the proficiency debate are 
those who feel high-stakes testing has a place in our 
educational system. Barlow and Singer (1987) state 
that California proficiency testing has not led to signifi-
cant improvements in education, but it has made many 
districts take a much needed "look" at their curriculum. 
Cleveland (Ohio) teachers perceive that Ohio legisla-
tors want to dictate what teachers do in the classroom 
by mandating proficiency testing (Halasa, 1991 ). 
Teachers feel the Ohio test does not accurately mea-
sure what is taught, and there is pressure to teach the 
test at the expense of the rest of the curriculum. The 
National Council of Teachers of Mathematics released 
the results of a survey of 1,000 math teachers (Fair Test 
Examiner, 1992). This study shows that the majority of 
teachers believe that today's proficiency tests mandate 
what is being taught in their classrooms. Many felt this 
was an expense of their own attempts at improving 
their instruction. Shepard (1989) states that instruction 
was being "dumbed down." Teachers tend to teach test 
content with basic understanding of important concepts 
tossed to the wayside. Class time is spend only on 
areas covered on the proficiency test, while other areas 
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not covered on the test are ignored. 
Impact of Proficiency Testing on Graduation 
The Ohio proficiency test is a high-stakes test 
because passing all four sections is part of the gradua-
tion requirement. Critics point out that it does not 
appear to be too difficult to get a high school diploma 
(Benner, 1992). However, when a well-meaning media 
and legislators use test scores to rate school systems, 
then test scores are being used in a way for which they 
were not designed. By letting a proficiency test be a 
roadblock to a high school diploma, if all the other 
requirements are met, grades that students earned 
from their teachers are greatly devalued (Neill and 
Medina, 1989). If test results and student grades vary 
greatly, which is the better assessment of a student's 
ability - a state mandated test or a cumulative school 
record of earned grades from a variety of educators 
over an extended period of time? 
Using any test as a primary criteria is "reckless" 
and raises the possibility of a negative bias towards 
minorities or low-income families (Neill and Medina, 
1989). In a study conducted in Cleveland (Ohio) from 
the result of the first Ohio proficiency test, it was found 
that the average household income in a school district 
was closely related to test scores. The higher the 
income, the higher the scores (Halasa, 1991 ). 
Unfortunately many student need only to attend 
school and not be a discipline problem to receive a high 
school diploma. A diploma from a high school in Ohio 
may not fully demonstrate what a student is capable of 
accomplishing. At least with the proficiency test, a stan-
dard is being implemented and students have to 
demonstrate a minimum level of competency. It is the 
job of the educator to make sure that students are pre-
pared and if intervention was needed, the educator 
should provide a remediation program. But, students 
are ultimately held accountable for the learning. 
Impact of Proficiency Testing on School Drop-Out 
Rate 
Parents and educators alike worry that high-stakes 
testing affects student self-esteem. According to Neill 
(1992), high-stakes testing usually ends up forcing 
additional students out of school. Neill also reports that 
high-stakes testing decreases student motivation. 
Cleveland (Ohio) educators and parents worry that 
repeated testing and intervention would produce nega-
tive effects on student motivation and self-esteem. 
Cleveland's school drop-out rate is very high - close to 
50%. Many are concerned that repeated proficiency 
test failures could accelerate an already unacceptably 
high drop-out rate (Halasa, 1991 ). A study conducted in 
California (Catterall, 1990) reports that students who 
were classified as high achievers did not take profi-
ciency testing seriously. The high achievers knew they 
would be successful. Weaker students, on the other 
hand, viewed the proficiency test as one more oppor-
tunity to fail. Many at-risk students drop out by their 
senior year. Catterall believes that the relationship 
between proficiency testing and self-esteem is a major 
• 
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issue for the weaker student. 
One of the arguments against testing is that it 
labels students or damages self-esteem. However, 
most educators agree that an important function of 
testing should be to identify students who may need 
help (Worthen and Spandel , 1991 ; Brandt, 1989). 
Proficiency tests clearly identify and label students 
regardless of the cause of the exam failure. Although 
test results are not intrinsically harmful, it is how those 
results are used that could lead to decreased student 
self-esteem and increased drop-out rates. 
Validity of Proficiency Testing 
Those educators involved in the day-to-day opera-
tion of a school helped to construct the Ohio proficien-
cy test. It was designed by surveying Ohio teachers in 
the late 1980s to gather information on what the teach-
ers felt the students should know by the end of the 
eighth grade in the areas of writing, reading, citizen-
ship, and mathematics (Fisher, 1991). These learning 
outcomes were given to each school district. Cultural or 
social biases were checked by giving sample proficien-
cy tests to small groups of students. 
Another argument against proficiency testing is 
that a multiple choice format does not assess higher-
order thinking skills. Worthen and Spandel (1991) write 
that this criticism was not necessarily true. Many multi-
ple choice tests are improving. A multiple choice format 
can measure a student's ability to analyze, draw infer-
ences, and make comparisons - all higher-order think-
ing skills. Benner (1992) believes that the issue is not 
to debate if proficiency testing is good or bad, but 
rather, to recognize potential problems that schools 
may be facing . He feels there is much room of improve-
ment in the area of mathematics instruction. The profi-
ciency test scores in the mathematics section support 
that assertion. It is Benner's recommendation to put 
aside the debate of testing and, instead, work together 
to improve the math knowledge and skills of our stu-
dents. 
Methodology 
This descriptive research study is a one-shot 
design involving student attitudes (Dillehay, Graham, 
and Mercer, 1990). Secondary students were surveyed 
about their attitudes toward the Ohio ninth grade profi-
ciency test. The sample for this study included 217 stu-
dents (85 male and 132 female) from a suburban com-
munity located in southwest Ohio who responded to a 
prepared attitude survey. The respondents were from a 
pool of 300 randomly selected students from a wide 
variety of mathematics classes and enrolled in grades 
nine through twelve. The sampled school district had a 
total enrollment of more than 5,000 students. The com-
munity consisted of middle to low income residents 
with the majority commuting to urban areas for employ-
ment. 
The one-shot case study research design was 
used to investigate the relationship between the num-
ber of times a student attempted the mathematics sec-
tion the the State of Ohio mathematics proficiency test 
and student attitudes toward schooling and proficiency 
testing. The research hypothesis, "Student attitudes 
toward schooling and proficiency testing are directly 
related to the number of times students attempt and fail 
proficiency tests." A null hypothesis was written to fur-
ther guide the study, as follows - Ho: There is no rela-
tionship between student attempts and student atti-
tudes. An alpha level of 0.10 was selected to test for 
significant relationships. 
A categorical scale survey was designed to collect 
data to investigate the relationship between test 
attempts and student attitudes about schooling, math-
ematics and proficiency testing (Fink and Kosecoff, 
1985). Student self-reported data were collected 
through administration of the research survey, There 
were three parts to the survey. The first part consisted 
of five questions, which provided information about stu-
dent demographics. The second part consisted of four 
general questions about the preparation and under-
standing of the mathematics portion of the Ohio profi-
ciency test. All 217 students answered the first nine 
question. The third portion of the survey was assigned 
to students who had attempted the math section of the 
proficiency test more than once. Seventy-two students, 
who had not passed the math section of the test on 
their first attempt, completed this section of the survey. 
Students responded by agreeing or disagreeing with 
each survey statement. Frequency counts and percent 
response by item and category were computed. Chi 
square analysis was preformed to identify significant 
relationships, if any. 
Findings 
Collected data were analyzed and summary tables 
constructed to aid in the interpretation of study results. 
As shown in Table One, all surveyed students (n=217) 
were requested to evaluate four statements about dif-
ferent aspects of the mathematics section of the Ohio 
proficiency test. The first statement (Survey Item 6) 
investigated student preparedness for taking the math-
ematics section of the Ohio proficiency test. Approxi-
mately two-thirds of the students passing the section 
on the first attempt agreed that they were well prepared 
for the test. However, more than 50% of the students 
having attempted the section more than once, dis-
agreed with the statement, compared to 27.4% for stu-
dents with only on attempt. Students were requested to 
respond to three additional related items. A similar pat-
tern was found for each item. Students with more than 
one attempt were more likely to disagree with the state-
ments. They were more negative about understanding 
the math questions (42.9% disagreed compared to 
14.9% for students with only one attempt) , being famil-
iar with math involved (38.8% disagreed compared to 
18.4%), and teacher assistance with test preparation 
(42.9% disagreed compared to 23.2%). Students who 
passed the test on the first attempt were much more 
positive about each of the survey statements. 
A significant relationship was found in all cases 
between student attempts and attitudes about mathe-
matics proficiency testing , as show in Table One. 
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Students having attempted the proficiency test more 
than once were more likely to disagree with survey 
items. They were less likely to agree that they (1) were 
well prepared for the test, (2) understood the math 
questions, (3) were familiar with math, and (4) were 
prepared by their teachers. 
Table 1 
Comparison of Percent Response by Item for Students with One or More than One Attempt 
Survey Item Stem 
6. Well QreQared for the Qroficienc~ test. 
Agree 
Disagree 
7. Understood what the math guestions were 
asking me to solve. Agree 
Disagree 
8. Familiar with math involved. 
Agree 
Disagree 
9. Teachers QreQared me for test. 
Agree 
Disagree 
Note 1: *denotes significant relationship at alpha 0.10 
Note 2: One Attempt (n=168); More Than One (n=49) 
The second part of the study focused on those 
students (n=72) who had failed the mathematics sec-
tion at least once. Student attitudes about schooling 
and proficiency testing were studied. Two categories 
were constructed: (1) students having failed the math-
ematics section at least one time and (2) students who 
Number of AttemQts 
One More Than One x2 df Prob. 
72.6 49.0 
27.4 51 .0 9.63 1 *0.00 
85.1 57.1 
14.9 42.9 17.77 1 *0.00 
81.6 61 .2 
18.4 38.8 8.84 1 *0.00 
76.8 57.1 
23.2 42.9 7.32 1 *0.01 
have failed the section two times or more. Seven sur-
vey statements were evaluated. Significant relation-
ships between the number or attempts and student 
attitudes were found in three of the seven items, as 
shown in Table Two. It was found that students with 
more than two attempts at passing the proficiency test 
Table 2 
Comparison of Percent Response by Item for Students with One Failure and Two or More Failures. 
Number of Failures 
Survey Item Stem Response One More Than One x2 df Prob. 
10. I am more determined than ever to Qass 
the math QOrtion next time. Agree 97.6 87.1 
Disagree 2.4 12.9 2.99 1 *0.08 
11 . Interested in taking additional courses 
to learn what is needed to Pass the test. Agree 68.3 51.6 
Disagree 31.7 48.4 2.07 1 *0.15 
12. Understood the test guestions - did the 
math wrong. Agree 75.6 61.3 
Disagree 24.4 38.7 1.71 1 *0.19 
13. Possibilit~ that I ma~ never be able to 
Qass the Qroficienc~ test scares me. Agree 65.9 77.4 
Disagree 34.1 22.6 1.14 1 *0.29 
14. I don't think I'll ever be able to pass 
the test Agree 12.2 54.8 
Disagree 87.8 45.2 15.13 1 *0.00 
15. Having to pass test makes me work 
harder at school. Agree 90.2 64.5 
Disagree 9.8 35.5 7.09 1 *0.01 
16. Drop out of school - can't pass test. 
Agree 9.8 19.4 
Disagree 90.2 80.6 1.36 1 0.24 
Note 1: *denotes significant relationship at alpha 0.1 O 
Note 2: Two Attempts (n=41 ); More Than Two (n=31) 
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were: (1) less determined to pass the math portion of 
the test (12.9% disagreed compared to 2.4% for stu-
dents with only two attempts), (2) more likely to believe 
that they will never pass the proficiency test (54.8% 
agreed compared to 12.2%), and (3) less likely to work 
harder at school (35.5% disagreed compared to 9.8%). 
Analysis of the remaining items shows no signifi-
cant relationship between attempts and attitude. 
However, it was observed that students with more 
attempts were, in all cases, more likely to report a 
greater incidence of negative behavior. For example, 
students with more attempts reported that they are 
more likely to drop-out of· school because they cannot 
pass the test (19.4% compared to 9.8% for students 
with only two attempts). 
Again , it was found that students with more 
attempts were more likely to report negative attitudes 
and behaviors toward schooling and proficiency testing 
than students with only two attempts. The results of this 
study suggest a direct relationship between student 
attempts and student negative attitudes toward school-
ing and proficiency testing. 
Conclusions and Recommendations 
This project studied students' attitudes toward the 
Ohio ninth grade proficiency test. Students who have 
attempted the mathematics section of the proficiency 
test more than once are more likely to doubt whether 
they were well prepared for the proficiency test. The 
findings indicate that students' confidence dropped with 
each attempt of the test. Is the preparation for the pro-
ficiency test given by the teachers adequate? Although 
student determination to pass the test is relatively high, 
it can be concluded that this determination translates 
into heightened interest in taking additional intervention 
courses. But, in fact, the more often a student has at-
tempted the proficiency test, the less likely they are 
interested in taking additional math intervention 
coursework. 
Furthermore, it can be concluded that students 
who had attempted the test more than once seemingly 
have lost faith in their ability to ever pass the test. 
Ninety percent of students who had taken the test only 
once believe they worked harder. Again the percent-
ages dropped dramatically for those students who had 
attempted the test more than once. It can be conclud-
ed that students who had attempted the test more than 
once appeared to be discouraged as a result of their 
repeated failures. The last item of the survey was 
designed to investigate whether students were consid-
ering dropping out of school because they did not think 
they would ever pass the proficiency test. Ten percent 
of the students who had taken the test one time agreed 
with this statement. More alarmingly, the percent of stu-
dents involved in this study who had attempted the test 
more than once agreed that they were considering 
dropping out of school because they could not pass the 
proficiency test. 
The findings further suggest that similar attitudes 
may be held by students attempting to pass Illinois pro-
ficiency test. The authors recommend that the educa-
tion community target those students who have repeat-
edly taken and failed proficiency tests. This study sug-
gests that students are confident in their math skills 
and their ability to pass the math portion of the profi-
ciency test, on their first attempt. However, this confi-
dence declines when students must repeatedly take 
the test. The attitudes of those students who continue 
to fail the math portion of the proficiency test should be 
investigated more in depth. Why does the confidence 
level decline with more than one attempt? Why are 
these students not interested in intervention courses? 
With further investigation into these questions, then 
possibly a plan of action could be designed to change 
and improve the attitudes of students before they reach 
the point of thinking, "What is the use?" 
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New Develop,nent at EIU's 




The Professional Development Schools move-
ment is a new and exciting venture embarked upon 
by CEPS. In the state of Illinois, few universities 
have broadened the concept of teaching and learn-
ing by involving university faculty, school district per-
sonnel , businesses, industries, and communities. 
At Eastern , the College of Education and 
Professional Studies has formed new alliances with 
the Effingham, Danville, Decatur, and Centralia 
school districts to improve the quality of education 
for prospective student teachers, university person-
nel , and public school teachers and students. This 
initiative emphasizes collaboration between public 
schools and the university. In addition, there is a 
focus on "best practice." As a means of disseminat-
ing information to the public, CEPS is publishing a 
monthly newsletter - PDS Issues & Perspectives -
which is distributed to school districts and principals 
involved in the PDS movement. For further informa-
tion , contact Veronica P. Stephen, Editor, at 217-
581-2524 (office) or 217-662-8553 (home) or 
email:cfvps@eiu.edu. 
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Robert P. Craig 
The question , "Can morality be taught? ," is at least 
as old as Socrates. The answer depends, obviously, on 
what is meant by "morality." It seems that teachers can 
teach students moral rules and principles, but it does 
not follow that the mere inculcation of these will affect 
behavior. It is possible to teach students the values 
which undergird moral principles, values such as fideli -
ty to relationships, but it is not at all clear that this 
knowledge will lead to moral behavior (Craig, 1993). 
Hall (1986) notes that merely teaching "about" 
morality, didactic teaching, (moral principles and the 
values inherent in them, for example) does little to 
affect moral behavior. Rather, Hall argues that there is 
a connection between increased awareness or con-
sciousness of one's reality and moral world and the 
acceptance of certain parameters which directly affect 
moral behavior. 
The Nature of Ethics 
The term "ethics" comes from a Greek word 
"ethos." "Ethos" conveys the idea of a stall or stable in 
which animals are kept. "Ethos" is similar to Hall 's 
(1986) notion of "parameters." That is, "ethos" consists 
of "parameters" around which an animal grows, devel-
ops, and matures. Ethics, then, consists of "parame-
ters," shoulds and should nots, oughts and ought nots, 
that are conducive to human growth, development, 
and maturity. The proper handling of scissors in the 
classroom, for instance, although a seemingly practi-
cal act, is tantamount to respecting the well-being of 
other students and the self. Put differently, an unethi-
cal person is dehumanized and dehumanizing, as 
ethics is a process of humanization. To handle scissors 
any way the student desires brings fear, and thus 
dehumanization, to other students. The term "morality" 
is derived from the Latin equivalent of "ethos." Thus, 
the terms will be used interchangeably. 
In an attempt to aid people toward a development 
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of awareness or consciousness whereby they choose 
the way of humanization, ethics or morality has three 
primary areas of concern: (a) normative ethics, which 
deals with the awareness and articulation of moral 
norms, principles, and rules; (b) meta-ethics, which is 
concerned with the values inherent in the above; and 
(c) applied ethics, in which the norms, principles, and 
rules are applied to one's life (Fox and DeMarco, 
1990). All three concerns are necessary lest one's 
"ethos" lacks certain parameters. In other words, the 
"what" of ethics (e.g. , norms) needs to be integrated 
with the "why" (values) and the "how" (applied ethics) . 
Like a soup, if one of the ingredients is missing, the 
soup is not full soup. The "what" is the chicken, the 
"why" is the seasoning, and the "how" is the vegeta-
bles. 
The principles that promises should be kept is an 
example of moral norm. Asking students to articulate 
the "why?" inherent in the moral rule gives them insight 
into the values being lived out in keeping promises. If 
a student suggests that we ought to keep promises so 
that others will keep their promises, one value inherent 
here is some variant of the Golden Rule. Or, if a stu-
dent observes that promises should be kept so as to 
be able to predict another's behavior, a different value 
(human predictability) is being suggested. Finally, giv-
ing the students a simulated dilemma regarding 
promise keeping (or one which actually occurred to 
one of them) gives students practice at applied ethics. 
Consciousness 
The issue of moral consciousness can be 
addressed from two perspectives: a) the shift from 
classical to historical consciousness; and b) values 
consciousness. 
MacIntyre (1981) argues that recent problems in 
moral theory are due to a shift in moral paradigms and 
moral consciousness. That is, there has been a shift 
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from a classical to an historical consciousness 
approach. Classical consciousness has used a deduc-
tive approach to morality. General moral principles, 
such as respecting life and/or moral rules, such as 
promise keeping, were emphasized in classical con-
sciousness. This approach also placed great stress on 
law and authority. 
Returning to the issue of promise keeping , a clas-
sical, deductive approach might argue in a syllogistic 
way: 
a. All individuals should keep promises. 
b. X is a promise keeping dilemma involving this 
particular individual. 
c. Therefore, this particular individual ought to 
keep his/her promise. 
The classical approach has the advantage of certain-
ty, as well as a simple, deductively inferential process 
for arriving at certainty. 
The historical consciousness approach to morali-
ty, on the other hand, is more inductive; that is, it con-
siders specific contexts and situations. The emphasis 
is on the person making the moral decision or the con-
text of the moral action. Present historical realities and 
one's situational factors, then, are important. 
For instance, a student has promised to meet 
another student after school to help with a homework 
assignment. On the way to the student's home, she 
sees a little boy who is lost. There is a need to priori-
tize the two situations. Which situation demands the 
most immediate moral response? The student ascer-
tains that she needs to help the little boy. In doing so, 
she is not able to keep her promise. yet, she has car-
ried out her moral duty, even though there was an evi-
dent conflict of duties. The latter approach has the 
advantage of stressing individual freedom and respon-
sibility, as well as examining cases one by one looking 
at situational and contextual factors. Its disadvantage 
is that it can lead to mere subjectivism and individual 
relativism. The classical consciousness approach, 
thought, has the advantage of security and simplicity, 
but runs the danger of becoming authoritarian and 
dogmatic. 
Phases of Value Consciousness 
Hall's (1986) work is considered with a different 
dimension of consciousness, namely, the development 
of values consciousness. Hall posits Four Phases of 
Values Consciousness. What makes Hall 's theory 
appealing is that, unlike most developmental theories, 
one moves back and forth among the Phases. 
At Phase One, individuals view their world as a 
mystery, over which they have little or no control. Their 
values world and values consciousness, then, is limit-
ed to their own needs. Since the needs are basic secu-
rity ones, such as physical and emotional security, 
their values are also security oriented. Students at this 
Phase of Values consciousness, perhaps due to 
extreme stress, are quite unable to fulfill a promise. It 
is important that they deal with the stress inhibiting 
them to carry out their moral commitments before 
actually doing so. Otherwise, the moral commitment, if 
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lived out, will add stress and may be performed inau-
thenically and resentfully. 
At Phase Two, individuals view their reality as a 
problem, but as one in which they have the skills to 
cope. Social needs predominate this Phase. In Phase 
Two, individuals value belonging, approval , achieve-
ment, association, etc. which flow from their social 
needs and world view. Students at this Phase willfully 
and intentionally carry our promises. This is important 
tor them in a non-moral way. That is, the need for 
acceptance and approval are stimuli for keeping 
promises. Although the promise is kept, this is not yet 
a moral action. 
At Phase Three, individuals view reality as a pro-
ject, but also as one in which they must participate. 
The must is normative; that is, they view involvement 
in specific projects as their moral duty. Phase Three 
individuals are conscious of their moral self and of 
their moral obligations. Thus, values such as autono-
my, moral responsibility, and conscience predominate 
at this Phase. 
Students at this Phase of Values Consciousness 
have developed moral awareness. Promises are kept, 
then, because students feel it is their moral responsi-
bility to do so. Students are following moral norms. 
Obviously a conflict of duties could occur. Students at 
this Phase resolve the conflict based on moral criteria, 
such as the need for immediate moral action. Students 
at Phase Two, however, would consider the effect of 
their choice on peer group approval. It is easy to see 
the different reasons and needs interfacing with the 
students' decisions coming from a Phase Two or 
Phase Three Values Consciousness. 
Phase Four individuals are conscious of a different 
reality, namely an interdependent world. They become 
aware of the interrelationship of all things. Thus, values 
such as inner harmony, global harmony, and interde-
pendence are integral to Phase Four Values Con-
sciousness. 
Students at Phase Four keep promises because 
they may view promise keeping as integral to interre-
lationships. When confronted with a conflict in duties, 
whichever action seemingly will result in a larger 
degree of harmony and interdependence will probably 
be chosen. The lost child will be taken care of not 
because this is a "higher'' duty (Phase Three) , but 
because doing so affects a larger community than the 
single student to whom the promise was made. 
Since Hall (1986) notes that individuals often 
move within the Phases, he helps explain our moral 
inconsistency. Someone who has just lost a job or 
failed a class has a different level of values conscious-
ness and moral awareness than someone who is con-
sistently aware of the interrelationship of all things. 
Different developments in consciousness and in stu-
dents' moral responses (or lack of them) are directly 
related both to how students view their world and to 
situations and events within that world. 
The Challenge of Teaching Morality 
The teaching of morality may be complicated by 
the moral stance and consciousness of the teacher. If 
the teacher has a classical consciousness approach 
while most students have an historical consciousness 
approach to morality, the discussion is reduced to 
apples and oranges. Someone with a deductive 
approach to morality simply cannot communiate with 
someone whose consciousness is on persons, con-
texts, and situations. If teachers, for instance, feel that 
promises ought to be kept regardless of any other situ-
ational factors (seeing a lost child), then this approach 
could place the teacher in the role of the rigid opponent 
to the students' consciousness and assessment of 
morality. 
Or, the opposite may occur. If teachers have an his-
torical consciousness approach they may become lais-
sez-faire about morality; that is, they may simply dis-
miss the classical form of consciousness as old fash-
ioned and unnecessary. They may suggest that it does-
n't matter if the student keeps her promise of if she 
helps the lost child . What is important is to make a deci-
sion in light of the student's values. Either approach, 
obviously, is not very helpful to students. 
MacIntyre (1981) argues that the teacher's task is 
not one of supplying concrete answers to moral dilem-
mas but that of helping to form moral people. This task 
of forming moral people implies that teachers help stu-
dents recognize, name, and deepen the ardor of their 
personal and institutional commitments. That is, teach-
ers need to become convinced that moral responsibili-
ty transcends the mere assimilation of detailed instruc-
tions about right and wrong. Teachers, then, need to 
help students make decisions which do justice to moral 
principles that are comprehended in and lived out of 
students' existential situations. 
Lonergan (1972) distinguishes between "the objec-
tive pole of morality," propositions about what is right 
and wrong, and "the subjective pole," the person who 
must make the decision. Lonergan (1972) coins the 
term "self appropriation ," suggesting that we need to 
help others become aware of elements in themselves 
that cause them to flee from responsibility and authen-
ticity. This means, among other things, that teaches can 
be effective in teaching toward morality if they impart to 
students proper attitudes which are part and parcel of 
the evaluation of the total complex of principles, rules, 
and regulations involved in the student's moral 
response. For instance, a discussion of the different 
attitudes inherent in the previous promise keeping illus-
tration can be a place to start. 
Teachers, then, help students "name" and articu-
late appropriate moral norms and principles, such as 
promise keeping and helping a child in need. But, the 
teacher also helps students focus on their (the stu-
dents) own subjective reality. This can be accomplished 
by teacher helping the student become aware of the 
student's Phase of Values Consciousness. For exam-
ple, a student at a Phase Two orientation needs social 
rules and parameters and is not ready to make 
autonomous moral decisions. One task in teaching 
morality, then, is to strive to aid the student in develop-
ing to a different Phase, going from a peer group, social 
needs approach, to the development of conscience, for 
instance. Such a technique avoids simple indoctrina-
tion in favor of the formation of responsible subjects 
who in real life situations can handle moral principles 
and rules in a mature human manner. 
We make a terrible mistake if we "put the cart 
before the horse;" that is, if we initially present students 
with "oughts" before they become familiar with the "is." 
Morality is not merely the living of something, the 
"ought," the principles, rules, and regulations. Rather, 
morality is relationary; it is rooted in deep interperson-
al relationships with others. Hall's Second, Third, and 
Fourth Phases of Values Consciousness take this into 
account, albeit at different levels of values and moral 
awareness. 
MacIntyre (1981) notes that since the Enlighten-
ment we seem to have internalized a paradigm which 
views knowledge as something external to the person. 
The metaphor of the student as a blank receptacle 
comes to mind. The danger of this metaphor is that 
teachers may think that their job is to put proper moral 
principles, rules and regulations into this receptacle. 
This does violence to the student and to knowledge 
itself. 
Rather, what is being suggested is that the teacher 
become what Hall (1986) refers to as a Enabler - one 
who facilitates the student's growth through the Phases 
of Values Consciousness. The ultimate challenge to the 
teacher of morality is not to put across a particular atti-
tude, moral message, and life-style (this would only 
reflect the teacher's Phase of Values Consciousness), 
but to enable students to recognize their own develop-
ment by teaching them the signs of the continual jour-
ney toward fuller values and moral consciousness. 
Conclusion 
Teaching morality demands that the teacher be in 
touch with students' historical consciousness - the 
ways students view themselves and the situations and 
events they live through. It is through conversion 
moments (change of heart and awareness) that stu-
dents develop through the Phases of Consciousness. It 
is also important for teachers to help students recog-
nize and accept the fact of their humanness and limita-
tions. This is essential, as Hall (1986) observes that 
human do revert to previous Phases of Consciousness, 
since particular needs are not being met, and/or levels 
of stress are too great. This reversal renders students 
incapable of responding to their moral world at the 
Phase of Consciousness necessary to take responsi-
bility. This acceptance is not permissiveness; it is a 
recognition of the fact that being moral is susceptible to 
various levels of consistency, as pointed out in the 
example of promise keeping. 
So much of the success in teaching morality is 
related to the development of Phases of Values 
Consciousness that we, as teachers morality, need to 
constantly reexamine our own values and moral devel-
opment. The same goals related to teaching morality 
ought to be our personal goals as well.* 
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"Reflections on Quality at Eastern" 
Dr. Robert N. Barger 
"Eastern is a good place at which to get start-
ed." That was my doctoral advisor's comment 
when I accepted a position as Assistant Professor 
in Eastern's Department of Secondary Education 
and Foundations in 1977. Seventeen years later, 
my wife, Jo, and I have found that Eastern was 
also a good place to spend a career in education 
before taking early retirement. 
I had taught for awhile at the University of 
Illinois on a non-tenure track appointment before 
going to Eastern and I have been teaching part-
time at Notre Dame since leaving EIU. This "book-
end" experience has provided me with a perspec-
tive for making some comments about Eastern's 
students, faculty, and administration. 
Eastern's students are as good as those at 
any college in the country. When I first came to 
Eastern, my Department Chair warned me that I 
should not expect to have the same quality of stu-
dent than I had at the University of Illinois. He was 
wrong. After I left Eastern and came to Notre 
Dame,a neighbor in South Bend said that she 
thought I would have better students at Notre 
Dame because, after all , only a tenth of the appli-
cants at Notre Dame are accepted . . . and they 
pay $16,000 a year tuition . She was wrong. Let me 
be specific here: I believe that Eastern has rela-
tively as many good students as does any other 
college. Eastern students may not be as sophisti-
cated as students at the more prestigious univer-
sities. However, I'm not sure that should be viewed 
as a deficit. Eastern students have their own dedi-
cation and their own unique talents and charm. 
Eastern's faculty is as good as that of any col-
lege in the country. The commitment to students, 
the commitment to excellent teaching, the commit-
ment to scholarship, and the commitment to ser-
vice on the part of Eastern professors has 
impressed me greatly over the years. On each of 
the criteria just mentioned, I think Eastern's facul-
ty fares as well or better than the faculty taken as 
a whole at any other institution. 
Finally, Eastern's administrators are as good 
as those at any college in the country. As a two-
time Director of Affirmative Action at Eastern 
(three years early in my career and again on an 
acting basis for a semester a couple of years ago) , 
I came to know the administrators at Eastern very 
well. They were . .. and are ... on the whole, very 
gifted people who tend to think of Eastern first and 
themselves second. They are an integral part of 
the mosaic of students, faculty, and staff who have 
made Eastern a good place to start a full-time 
teaching career . . . and a good place to end one. 
College Bench Room for Woodworking 
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"My Experience(s) at Eastern 
or How I Became a Teacher" 
H. T. Whitehurst 
Class of 92 and 1/2 
(December 1992) 
Four years, while driving to Carbondale, I 
knew that exit 190A would put me on Illinois Route 
16, the road to Eastern. Problem was, who dared 
to go to Charleston, when a real school , like 
Southern, was available. Charleston was, after all , 
in the middle of nowhere, while SIU had Crab 
Orchard Lake, the river, and even St. Louis (for 
those who had no class before noon on Monday) . 
I even had a friend attending Eastern. "It was," he 
said, "Just a small school in the middle of a small 
town." 
Twenty years later ... I'm on the phone to 
somebody named Buckellew who works in the 
building named after a bird that eats dead stuff: 
Buzzard! This is going to be weird , I thought. Well , 
I found the building. And I found this guy, 
Buckellew. He was a nice person - knowledge-
able, helpful , friendly. We even had a shared back-
ground of sorts. He sets me up with a program that 
will take two years to finish . Two years! I thought I 
would be out in 12 months!!! How hard can this 
be? 
I enroll. The secretary in the Graduate Office 
was - and is - one of the nicest professional peo-
ple I met at Eastern (I just didn't know it at the 
time) . I even meet the Dean of the Elementary 
Education Department - Dr. Carol Helwig. She's 
overworked - tons of paper work, phone calls, and 
people sticking their heads into her office. Hey, I 
think, I'm busy, too, I've got things to do! She tells 
me I have to take a PE course. What do you mean, 
I ask, I've had physical fitness. No, she says, this 
is a course in how to teach it. I ask her flippantly: 
"Do I get my own whistle?" She laughs. 
The first night of class, in Danville, IL of all 
places. I walk in and seeing a roomful of women, 
feel that I might be making a mistake. Some lady 
walks in and starts talking - oh, the teacher, 
Veronica Stephen! She sees me and another guy 
in the back of the room and tells us it's nice to have 
men in elementary teaching programs. We start. 
Everybody but me seems to pick up the lingo, the 
ideas, and the essence of teaching. We have a 
nice class; people are helpful , friendly, and honest. 
They want to be here. I leave at the end. Three 
days later, I see the same faces in another class. 
They act the same way. Different teacher - this 
man, Bud White, is as quiet as the lady was talka-
tive. But both are committed to seeing their 
charges learn something. I begin to be impressed. 
Even Dr. Helwig joins us one night to discuss the 
program. I get the opportunity to see her again. 
She revises my program; I can finish in two years 
for sure. 
I enroll for classes on campus. I learn to get to 
campus by 6:45 a.m. to get a parking slot on the 
north side of Buzzard Building. I attend classes 
and have good instructors: Davis (math) ; Lambert 
(diagnostics) ; Stephen (reading) ; Downs (social 
studies) ; and Taitt (So You Want to be a Teacher?). 
I take PE from a graduate level teacher in the gym 
at Buzzard. I watch my art instructors put up with 
traditional undergraduate level excuses - "I got 
lost" and "my car broke down" and "my roommate 
ate my assignment." Never a harsh word. 
Then, I'm told , by a lowly grad assistant, that 
Dr. Helwig wants to see me. Great! What is going 
on now? No problem, she says. She's been look-
ing at my file and has decided that I can student 
teach in the fall and complete everything six 
months early. WOW! Is th is good news or what? 
Suddenly, graduation and employment are seven 
months away, not twelve - THIS year, not next. 
In summer school, I meet Mike Leyden. I also 
meet other teachers whose goal , it seems, is sim-
ilar to all the others I have had - to ensure that 
transfer of knowledge, of desire, and the realiza-
tion that teachers can, and do, make a difference. 
I finish summer school - only twelve weeks to go 
now! 
I start student teaching. What a disaster! My 
classroom is run by a Mrs. Hitler. My supervisor 
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comes to watch - and leaves in tears (almost). It is 
Dr. Stephen. She tells me in a later meeting with all 
of the student teachers in her area, that my class-
room teacher does not represent the norm. I learn, 
again , that the Eastern faculty are right on the 
money. I finish student teaching. I am ready! 
But, I am told , I can 't graduate - no record of 
this and that, it appears. In a panic, I drive to cam-
pus and see the assistant Dean for the College of 
Education. He is so quiet - he makes Bud White 
look like a talk show host. With two phone calls, he 
fixes everything. Once again, I get the message 
the everyone cares. Now, it seems that I can't 
qualify for cum laude honors, but Dr. Helwig solves 
the problem - this is another act of consideration I 
will never be able to repay. I come down to campus 
and help out doing odd jobs - it's great to be 
around so many intelligent, caring people. I gradu-
ate with honors in 18 months, not 24. 
None of these miracles are due to cunning, 
intelligence, or planning on my part. All of it is due 
to people like Dr. Helwig, Dr. Stephen, Dr. Lambert, 
Dr. Downs, Dr. Leyden, Dr. White, and others -
whose names I can't recall, BUT whose actions 
are, nonetheless, important. I even had assistance 
from the folks in textbook service. The staff in class 
registration was always helpful. 
I'm asked if I would be interested in being a 
graduate assistant. I jump at the opportunity. What 
a great deal! I get work toward a Master's Degree 
and the opportunity to work with people I admire 
and respect. Then I get nominated and accepted 
into Phi Delta Kappa! In the graduate classes, I 
again find more instructors who care. I see the 
staff working in ways students don't usually see 
them. I become envious: I want to stay and work at 
the university. Why work anywhere else? This is a 
good place. 
Eastern? It's down the road , off 1-57 at exit 
190A. Take the exit only if you want a good educa-
tion provided by people who care. Nothing else 
matters. 
South End of General Metal and Auto Mechanics Shop 
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"ASEP Revisited" 
Dr. Marian Stromquest Shuff 
I taught in the School of Education, Secondary 
Education Department from 1966 through 1980 
with majpr responsibility for developing laboratory 
experiences for secondary education students 
prior to their student teaching experience. In addi-
tion, I taught courses in general methods. 
It was my privilege to have an important part 
in the development of the Experimental Secondary 
Education program now known as the Alternate 
Secondary Education Program. An exciting group 
of EIU faculty members, public school teachers 
and administrators cooperated in studying an ideal 
program for training secondary teachers. We were 
then given the task of preparing and implementing 
such a program which, among other innovations, 
provided laboratory experience in the public 
schools throughout the students' on-campus 
course work. 
I believe that Eastern Illinois's Department of 
Education has made many outstanding contribu-
tions to the public schools of Illinois. It is my hope 
that the Centennial year will be a glorious one. 
Student Teachers Conducting Outdoor Classes 
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"Just Reminiscing" 
Dr. William B. Theil 
It was 1946, the end of the Second World War 
(to end all wars) . Ex-Gls were coming home from 
service and hundreds of thousands were over-
whelming the country's college campuses by 
shear number. They were taking advantage of the 
"GI Bill" and heading off to school. Just about any-
one who wanted to go to college could find a col-
lege that would accept them. Uncle Sam was pay-
ing for tuition , books, fees, and in some cases, 
supplies. It did not matter where you went to col-
lege - Harvard or Eastern - the government paid 
the bill. 
Others like myself headed for colleges that 
specialized in teacher training, such as the five 
state colleges at that time. The only stumbling 
block was that you might be admitted, but if you 
couldn't find housing on your own, you were out of 
luck. 
Eastern Illinois State Teachers College in 
Charleston relied primarily on the community for 
housing. Yes, we rented rooms from the citizens of 
Charleston. It was two or three to a room, for $3 
per week. A sandwich at the Co-Op or Walt's was 
as low as ten cents. If you worked at a store in 
town, you could earn $.55 per hour. There was 
Pemberton Hall , a women's dorm. Sigma Tau fra-
ternity housed the athletes (some said free of 
charge.) Phi Sig was trying to return to campus, 
and then the women had Tri Sig and Tri Delta to 
pledge. What did the college do? They bought 
Quonset huts from the government, and hundreds 
of trailers for the married veterans. 
The town was a quiet town, a town whose pop-
ulation was greater than the college enrollment at 
that time. By 1949, the college enrollment rose to 
850. The Will Rogers Theater, a Drive-In Theater, 
and a theater in Mattoon were the entertainment 
fare of the area. Oh, yes, there was a four-lane 
bowling alley at the bottom of the hill between town 
and the main entrance to Old Main. That bowling 
alley was changed by life on campus. 
This was 1946 when there were more fresh-
men than the total upper classmen of campus. You 
can imagine the traditions facing the vast majority 
of ex-servicemen, most of whom were in their mid 
to late twenties. The freshmen beanies were the 
first to go; then the required chapel attendance 
every Wednesday morning from 9-11 :30 a.m. The 
long line to the Dean's office attested to the fact 
that many veterans did not attend. 
In addition to the theaters and the bowling 
alley, entertainment on campus and in town includ-
ed the High School Sporting Events on Fridays 
and the College Sporting Events on Saturday. The 
entire town was there. In fact, the townsfolk attend-
ed at a higher rate than the students and their fam-
ilies. Students and faculty could also enjoy the ten-
nis courts. I believe there were two and the nine-
hole golf course with its "gravel" greens. Yes, the 
greens consisted of finely ground gravel compact-
ed into a harder surface. It was somewhat like 
putting on wet sand. If you chipped to the green, 
the ball just stayed where it landed like it would in 
sand. We had a mallet-like tool that we used to 
smooth the path to the hole. 
By 1947-48, the athletic teams were coming 
into their own with Bill Healy coaching the men's 
basketball team to 3rd place in the NAIA pre-sea-
son tourney. They beat Brigham Young College in 
the semi-finals. The football team, under Pat 
O'Brien, won the conference and played its first 
Bowl Game - the Corn Bowl. Needless to say, 
Eastern, a 21-point favorite, lost by 20 points to 
Illinois Weslyen at Normal. Rex Darling coached 
the tennis team and Lantz coached baseball. Ms. 
McAfee was in charge of all women's physical edu-
cation , including the high school program. 
Remember we had lab schools on campus in 
those days. The High School Training program was 
housed in Old Main. The library, marked by the 
etched glass door panel, still attests to its location 
in Old Main until the 1950 opening of Booth 
Library. 
That same year, the music department put on 
the "Bartered Bride" (I played a tumbling jester in 
that opera) and fielded the largest marching band 
in the state of Illinois (over one hundred strong). 
The band held forth as the top band in the state 
until a year later when the band director was hired 
away by a high school in California. The following 
year, the music department presented the lavish 
opera "Carmen," starring Allan Corbin. I was rele-
gated to carrying a spear in that one. The march-
ing band toured the state and the athletic teams 
continued to flourish. 
Dr. Buzzard, the school's second president, 
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was at the helm, and the faculty, students, and 
townsfolk were as one. Saturdays saw school pop-
ulation, for the most part, pack their bags and 
head home, not to return until Sunday evening. For 
those of us who did not travel home on the week-
ends, there were activities in which the townsfolk 
participated. The town restaurants were at the 
Drug Store and at a "Ma/Pa" restaurant - there 
were no eating facilities on campus. The theater in 
town (remember, few of us had cars) , the bowling 
alley, and the Elks Lodge were our fare. You had to 
be 21 to join the Elks and later (in 1949), the new 
Moose Lodge. I was lucky to be taken in by the 
town hierarchy as a member of the IGA Bowling 
Team that also represented the Elks Lodge in the 
Central Illinois Traveling League. The Elks also had 
a traveling basketball team and then there was the 
Mattoon White Sox team, a franchise of the 
Chicago White Sox. Through the bowling team and 
its members, I was inducted into the Elks at the 
earliest possible time at the age of 21 , and shortly 
thereafter into the Moose Lodge. We were, per-
haps, the first professional athletes in Charleston, 
since we traveled every weekend, all expenses 
paid. 
I left campus in the Fall of 1949 (I 'm officially a 
1950 graduate) - only one class per year. Dean 
Metter was Placement Director; Stan Elam, later of 
Phi Delta Kappan fame, was Public Relations 
Director; and Dr. Dvorak headed the Music 
Department. Further, Mr. Lantz was in charge of 
Physical Education; Dr. Coleman was head of 
Social Science; and Drs. Rinehardt and Olson 
were the maintays of the Education Department. 
It was a great time, but a short time of my 
youth. I will never forget my fellow students, towns-
folk, the malted milk shakes at the ice cream par-
lor near the square, the foot-long hot dogs at the 
drive-in on old Route 16, and the friends I made at 
Eastern from 1946 to 1949. 
Carpentry Class 
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"Lab School Remembered" 
Dr. Dale D. Downs 
The Buzzard Laboratory School, known as the 
"Model School" in the beginning, much like the 
Campus Pond, has moved around campus to 
many different locations. Both came into existence 
with the opening of the Normal School in 1899. 
The current version of the Campus Pond is south 
of the Lantz Building. 
At one time, the Lab School could be found in 
a temporary concrete-block quonset building, 
while at other times, it was in Blair Hall or in Old 
Main. From 1958 to 1974, the Lab School's home 
was the Robert G. Buzzard Building, built specifi-
cally for the purpose of operating as a "lab school" 
for Eastern Illinois University. Although the Lab 
School was phased-out at the end of the 1973-
1974 school year, the Buzzard Building continued 
to stand. Today, it houses the College of Education 
and Professional Studies, the School of Journal-
ism, the offices of Student Publications, as well as 
the studio, offices, and transmitter room for WEIU-
TV. In order to make the building more suited to 
higher education needs, renovations are slated to 
begin in the spring of 1995. 
From the beginning to its last days, the pur-
poses of the Lab School remained constant. A 
brochure prepared for the school's opening 
includes the message: 
"The Laboratory School at Eastern Illinois 
University serves three major functions: a) 
provides a superior educational program 
for its pupils; b) serves as a laboratory for 
the gathering of information and data sig-
nificant for research in child growth and 
development, learning, and teaching 
methods; and c) facilitates a program of 
teacher education by providing opportuni-
ties for student teachers and observers." 
During my time as an undergraduate (1952-
1956) and as a member of the Lab School faculty 
( 1963-197 4), these goals never changed. 
The Lab School and the Undergraduate 
As an undergraduate elementary education 
major at Eastern, I spent a lot of time in the Lab 
School: observing children, curriculum, and teach-
ing methods; working as a noon-hour supervisor 
during my junior and senior years; and student 
teaching fall and winter quarters at the fifth and 
seventh grade levels. 
Observations of children's behavior, school 
curriculum, and teaching methods were tasks 
assigned to us as part of the requirements in many 
of our education classes. Sometimes (at the 
request of an education instructor), the Lab School 
faculty demonstrated different teaching methods 
to us and later explained why certain methods 
were used, discussed their advantages or disad-
vantages, and answered our questions. All of this 
was conducted in a very professional manner. 
In my junior year, I realized that one day (as a 
teacher) I would have to be responsible for play-
ground supervision. So, I made an appointment 
with Dr. Harry J. Merigis, Director of the Lab 
School, and asked if it would be possible for me to 
volunteer for noon-hour supervision so that I could 
find out what all was involved. He was pleased to 
honor my request. I did discover what was expect-
ed and must have been a quick learner, for after 
two weeks, Dr. Merigis asked me to continue help-
ing and began paying me the same as the other 
student helpers. This was the first of many times 
that Dr. Merigis would help me with my career. 
During my noon-hour supervision experience, 
I learned about zippers from Miss Virginia Tate, a 
Lab School First Grade Supervisor. After the noon 
hour was over, a first grader from Miss Tate's room 
came to me with a problem. His coat zipper was 
stuck, trapping him inside; he was very upset. 
Calming him down, we went to his room to see if 
Miss Tate could help. She took advantage of this 
opportunity to teach me the art of working a locked 
zipper. She taught me to alternate pulling on one 
side and then the other, thus freeing the victim. To 
this day, when Miss Tate and I see each other, we 
have a good laugh about zippers! 
At the time I did my student teaching, most 
elementary education majors student taught in the 
Lab School. I had a split assignment - teaching 
afternoons in Miss Florence Reid's fifth grade 
class (along with two other student teachers) dur-
ing the 1955 fall quarter AND teaching mornings in 
a seventh grade class with Mr. Clyde Morris and 
another student teacher and friend, Bill Sargent, 
during the 1956 winter quarter. This split assign-
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ment enabled me to gain experience at both the 
intermediate and junior high levels. While I was to 
spend most of my teaching career at the interme-
diate and higher education levels, I did teach one 
year at a junior high school in Mattoon, IL. 
The Lab School and the Faculty Member 
Other experiences at the Lab School began in 
the fall of 1963 when I joined the Lab School fac-
ulty as a Fifth Grade Supervising Teacher. I had, in 
the meantime, taught for five years in Mattoon, 
served two years on active military duty with the 
Army, and earned a Master's degree in education 
and an Advanced Certificate from the University of 
Illinois. At the Lab School, I replaced Miss Reid, 
who had retired and under whom I had student 
taught. Also joining the faculty that fall were Dr. 
Earl Doughty, Mary Lou (Carrico) Gaskill, Laris 
(Stalker) Gross, and Dr. Don Rogers. 
Dr. Merigis was the Director of the School of 
Elementary and Junior High School Teaching and 
Dr. Don Gill was the principal of the Laboratory 
School. Both men believed in giving the Lab 
School faculty freedom to try new ideas and were 
always there to help and encourage. If someone 
asked, "How am I doing?" they would reply, "If you 
weren't doing well, we would have told you. We 
wouldn't have hired you if you didn't know you 
could be highly successful." With this attitude from 
the administrators, a caring and helpful faculty, 
cooperative parents and students, and a building 
designed specifically for educating children and 
educators, my time as a supervisor was probably 
the most exciting period in my professional life. It 
combined teaching children; serving as advisor to 
thirty elementary education majors; working with 
pre-service teachers and student teachers; trying 
new teaching approaches; working with other Lab 
School Special Area teachers (art, French, music, 
and physical education); and conducting in-service 
workshops and demonstrations. It was a very 
busy, exciting, and productive time! 
The School of Elementary and Junior High 
School Teaching was an administrative unit 
designed to oversee the programs of all prospec-
tive elementary and junior high teachers. It con-
sisted of the Director, Assistant Director, and a Lab 
staff of forty. The Director assigned advisers to stu-
dents, recommended them for admission to 
Teacher Education, and certified that the students 
had met graduation requirements. Since all class-
es were offered in various departments of the uni-
versity, students did not take classes in the School, 
but for all, it was "home base." 
Innovation was the key. At one time, Dr. 
Doughty and I embarked on a team teaching pro-
ject with our fifth grade classes. The Iowa Test 
results indicated that our students needed better 
map and globe knowledge and skills. We identified 
knowledge and skills that we, and other social sci-
entists, felt students should possess; we also pre-
pared pre and post tests and administered the pre-
test to our classes. We then planned a 10-week 
unit of study - all fifty students listened to a large 
group presentation which was followed by a test to 
measure their understanding of concepts present-
ed. Those who passed the test spend the next two 
days in application and enrichment activities 
based on concepts presented using programmed 
textbooks and other learning materials. Those who 
did not were placed in small groups according to 
concepts they had not understood; these concepts 
were retaught using a different approach usually 
involving hands-on experiences. As soon as those 
in small groups exhibited mastery, they were 
moved into the same work being done by students 
who had initially understood the concepts via 
large-group presentation. At the end of 10 weeks, 
post test results indicated a 40% to 83% jump. 
Earl Doughty and I also wanted to see long-
term effects. So, three years later, we administered 
the post-test to the first group of students to be 
taught through a team approach - they still had 
83% mastery of the content! A complete article 
describing this program and the follow-up results 
three years later appeared in two different issues 
of the Illinois Association of Supervision and 
Curriculum Bulletin. This project was typical of 
many conducted by my colleagues at the Lab 
School. 
Technology? Well, the use of instructional tele-
vision occurred long before there were such things 
as fiber optics. During my first two years at the Lab 
School, I used television two days per week as 
part of my science program. The source was the 
Midwest Program of Airbourne Television Instruc-
tion (MPATI), housed at Purdue University. The 
program was planned at Purdue and the signal for 
the program was telecast from an antenna that 
was lowered from an airplane after it was airborne 
and had reached a proper altitude. The plane 
would then fly a figure-eight pattern over the mid-
dle and southern parts of Illinois and Indiana 
enabling schools to receive the programming on 
their television sets. In the spring of 1994, using 
some volunteers from my fifth grade class, we 
demonstrated our use of the medium before a 
group of educators attending a State of Illinois 
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sponsored conference on the use of instructional 
television. 
Many other memories of innovative approach-
es linger - multi-age groupings, interdisciplinary 
curricula, block-schedules, professional develop-
ment, and summer school. I hope to share these 
recollections with you in the next issue. 
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"Educational Administration 
at Eastern" 
Dr. Robert V. Shuff 
The Head of the Department of Educational 
Administration at Rutgers University asked me 
why in the world was I interested in going to a 
"Normal School," Eastern Illinois. After all, I was an 
Associate Professor in one of the fifteen largest 
universities in the country and Executive Secretary 
of the School Board Publications Association. I 
replied that my starting salary at EIU would be 
greater than that at Rutgers three years hence 
and, most importantly, I would be Head of the 
department charged with developing a new pro-
gram. 
In the summer of 1964, I became the first 
Head of the new Department of Educational 
Administration. My tasks included the develop-
ment of courses and securing approval of a pro-
gram leading to the Master's and Specialist 
degrees in Educational Administration When 
approved by the Board of Governors, it became 
the first post-master's degree at EIU. There was 
special pleasure when North Central and NCATE 
both gave approval and suggested the further 
development of an Ed.D. Unfortunately, our own 
University administration spiked the idea. 
During this period, I was able to create a net-
work of school districts and the Illinois State 
Department of Public Instruction leading to the 
establishment of centers of instruction that broad-
ened to encompass other university departments. 
I also had the pleasure of establishing a con-
sulting arrangement with the State Department 
primarily in the field of school district reorganiza-
tion., This evolved into a Center for Educational 
Studies which was coopted by the Dean. This was 
the period in which I developed and first published 
the Eastern Education Journal as a Shurob publi-
cation. Alas, this, too, was taken over by the Dean. 
There was nothing left to do but enter into the 
realm of institutional politics and life on the Faculty 
Senate. I served two terms as chairman of the 
Senate and had the pleasure of "bringing down the 
house" at the installation of Dan Marvin as EIU's 
president. I closed my speech on behalf of the fac-
ulty thus: 
"When things get tough, every gamble on 
the horses has a two dollar bill tucked 
away to bet on a sure thing. Here's your 
two dollar bill, bet it on EIU." 
The audience roared as I handed him the two 
dollar bill. 
My only regret after 16 years at EIU was that 
there were more impediments to progress than 
there should have been. Oh, yes, I had three of my 
children receive degrees from EIU: James 
(Bachelor's and Master's); Cheryl, also known as 
Sheri (Bachelor's and Specialist); and Robert, Jr. 
(Bachelor's ) - and, I met Marian there. 
P.S.: Having planted the seed; watered, culti-
vated, and pruned the fledgling plant - the Eastern 
Education Journal - it's nice to know it's being 
cared for as it matures. 
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